Issue addressed: Implementation fidelity relates to the degree of adherence to implementation protocols and content and helps to guide replication of evidencebased programs. In settings-based research, notions of fidelity have been applied more often to delivery of education content rather than whole of setting change.
| INTRODUCTION
There has been increasing recognition over the last decade of the importance of implementation research in health promotion. 1, 2 Understanding the processes of implementation in real-world settings is considered a critical research gap which hinders policy and practice in upscaling programs shown to be successful in trial conditions. 3 Upscaling refers to the broader dissemination of a program after being originally piloted in a research trial. 4 Relative to other areas of public health, there is a considerable gap in how to scale up settings-based interventions and thus little guidance for policymakers in this area. 5 The quality of the implementation process will determine whether outcomes are achieved. Thus, it is important to have a mechanism for providing structure to the implementation process and a way of monitoring whether these steps are being implemented as expected.
One of the key concepts in monitoring implementation is fidelity, the degree to which real-world implementation of the intervention adheres to the original trial protocol. 6, 7 Adhering to the original design of the program is considered one of the important aspects of upscaling programs, although in health promotion, this poses challenges given the importance of adapting to local context. 6 The tension between adhering to the original trial while allowing some flexibility in implementation to suit local contexts has generally been addressed by considering core and adaptive elements. 6, 8 To date, most fidelity research has examined curriculum-focused interventions. Curriculum-focused programs typically describe core elements as those considered integral to the intervention such as curriculum content, and adaptive elements, those which can be varied such as timing of lessons, language modification, single sex or coeducational.
There has been less focus on the use of fidelity in whole of setting change (such as policy change and community engagement) and whether these concepts are still applicable at the whole of setting change level.
One of the few studies that has applied implementation fidelity to whole school change examined policy and activity implementation of an obesity prevention initiative titled HEROES. 9 This study examined how implementation fidelity varied according to school characteristics. The same approach to fidelity was used for both quantifying policy and activity implementation. What has not been investigated is whether the concept of implementation fidelity can be equally applied to policy implementation and curriculum implementation. The challenge of quantifying implementation fidelity in terms of adherence to certain policies and strategies is restrictive given the complex and dynamic nature of schools. 10 It is also unclear from this research the degree to which schools can implement policy audit programs in full and how this relates to health outcomes of students. 2 Whether fidelity of policy implementation can be conceptualised in the same way as fidelity of curriculum implementation requires investigation.
At time of writing, there is no research on how the application of fidelity concepts themselves influences the implementation process at a whole school level. Intervention literature advocating a systems science approach argues that research ought to concentrate on "fidelity to function." 11 This means focusing on the functional purpose of intervention components, rather than focusing on policy or activity content. 11 Thus, replicating what the policy and program strategies are intending to achieve, not the actual strategies themselves.
The present case study, the implementation of a whole school respectful relationships program in secondary schools, enabled analysis of how the traditional approach to fidelity, of replicating core strategies while allowing some local adaption, influenced the implementation process. The results of the case study show that utilising the same core approach in each of the schools and districts produced very different implementation outcomes. The discussion of this paper presents an analysis of the strengths and limitations of the fidelity to core elements concept and whether a fidelity to function approach may have yielded different outcomes in this case study. This study responds to recommendations for more implementation science research on public and social health interventions, 11, 12 particularly settings-based health promotion, 3 and extends on the work of the HEROES project by Lederer et al 9 by analysing different concepts of implementation fidelity in relation to a whole school intervention. The implications for future studies on implementation fidelity at a whole school intervention level are provided.
| INTERVENTION CASE STUDY
Children and young people are recognised as an important population group through which the underlying drivers of violence against women can be addressed. There is a strong rationale for implementing violence prevention initiatives within schools. [13] [14] [15] As Gamache and Snapp note, 16 the development and maintenance of positive and respectful relationships in schools is likely to be of central importance in affecting sustainable violence prevention through respectful relationship modelling and teaching. This is supported by evidence which shows that early interventions targeted at children and young people can significantly impact their future relationships. 13, 15, 17, 18 Respectful Relationships Education (RRE) is the holistic approach to school-based, primary prevention of gender-based violence. It uses the education system as a catalyst for generational and cultural change by engaging schools, as both education institution and workplaces to comprehensively address the drivers of gender-based violence and create a future free from such violence. Respectful
Relationships Education is often considered as only what is delivered in the classroom; however, evidence shows that to achieve maximum effectiveness, RRE should be realised through a whole school approach, which holistically addresses the culture, policies, and community partnerships alongside curriculum. 13, 19, 20 The 2015 Respectful Relationships Education in Schools (RREiS) project was based on an earlier pilot program on RRE implemented in 2010. 21 The purpose The first aim of this research study was to understand the critical contextual components influencing the implementation process and why there was such wide variety in engagement between the regions and schools. Examining the process of implementation via qualitative methods is important in understanding how to adapt and replicate programs into the future. 22 The study adapted a taxonomy developed by Nilsen 23 to analyse the key determinants influencing implementation:
1. characteristics of those implementing the initiative (the implementation leaders supporting schools with the program);
2. the characteristics of those receiving the initiative (the schools);
3. the characteristics of the context (the policy context and school community partners); and 4. the characteristics of the evidence base (evidence on whole school initiatives) and the process of implementation which includes the types of planning and monitoring processes used in implementation. 23 The second aim of this paper was to examine the implications of these contextual findings for fidelity concepts. The RREiS project provided an opportunity to apply the taxonomy developed by Nilsen 23 to determine how the "fidelity to core elements" approach based on the 2010 pilot influenced the implementation process. The discussion section of this paper considers the strengths and weaknesses of this approach compared to a "fidelity to function" approach. The discussion section proposes that, in hindsight, "fidelity to function" may have suited this project better and considers whether other whole of setting change interventions might also benefit from this approach. The choice of approach has significant implications for how whole school interventions are designed, implemented and evaluated. More specifically, fidelity of program implementation has not yet been examined in relation to whole school change for preventing violence against women. This study responds to this research gap and provides greater insight into implementation considerations which will assist future policy and program initiatives aimed at preventing violence against women.
| METHOD

| Participants
A qualitative-based inquiry was conducted to examine the process of implementation of the whole school elements related to policy development, community connections, whole of staff training and whole of school evaluation. To understand the perspectives of multiple stakeholders, 24 interviews and focus groups were conducted with project staff, managers, teachers, students, community organisations and education department staff. There were five staff interviewed from the lead organisation, Our Watch. The project staff were interviewed on three occasions during the year and the program manager twice. Two focus groups (nine participants in total) and two interviews were conducted with representatives from community-based organisations, these included not for profits with a general community focus such as community health organisations and specific women's health and peak organisations, to glean their perspectives on the strengths and limitation of the RREiS project.
Project strengths and limitations were also covered in two focus groups (eight participants in total) and one interview with staff from the education department, and each of three regional education department directors.
At the completion of the project, nine of the 19 schools were involved in focus groups to invite their feedback. In each of the nine schools, the evaluator conducted at least three focus group interviews including the following: (a) the leadership team, consisting generally of the principal, assistant principal/s, student well-being staff, and curriculum leaders; (b) the teaching team and (c) select students involved in the teaching and learning component. A total of 81 school staff and 71 students participated in the focus groups. These data from the student focus groups have not been included in this paper as these discussions centred on feedback about the lesson content which is not material to this paper.
| Procedure and instruments
Semi-structured interview guides were used for each of the participant groups. For project staff, the interview questions covered their perceptions of progress for each school they were supporting and barriers and enablers for change, any positive change they could detect or any adverse reactions to the program. They were also asked to reflect on what role they undertook at each school and how they felt their contribution could have influenced the implementation process. For external stakeholders (community agencies and department staff), a similar list of questions was covered about their perceptions of the impact of the program. However, rather than focusing on each school, they were asked more broadly about what they had seen or heard in relation to how schools were implementing RREiS, which components were important to replicate, and whether the program itself was having any impact within their own organisations, for instance, whether the topic of respectful relationships and gender equality was being used in other program areas.
For school staff, the questions focused more specifically on what changes they had noticed in their school, including positive and negative outcomes, both expected and unintended. They were then asked to provide feedback in relation to the perceived impact on the different elements of the program (the role of the PIL, professional development, curriculum, the audit process). The questions then examined what they felt were particular features of the school environment and culture that had either facilitated or hindered progress on the project. For school teaching staff and students, the focus groups focused more specifically on their experience of teaching and learning, the curriculum and what they had gained from the classroom sessions. These data from the student focus groups are not discussed in this paper.
| Data analysis
The interviews and focus groups were digitally recorded and transcribed verbatim. A thematic analysis was undertaken based on the taxonomy developed by Nilsen. 23 Initial coding was undertaken by two researchers (AJ and DO) and discussed with the research team.
The themes were then presented to the participants and steering committee for verification check. Ethics approval for the study was obtained through Swinburne University of Technology, Deakin
University and the Department of Education and Training Ethics.
| RESULTS
The results are presented against each of the Nilsen's 23 domains that influenced the implementation process, including the following: characteristics of the project staff who were leading the initiative; characteristics of the schools; characteristics of the broader context; and characteristics of the process of implementation and the evidence base. The intent of this analysis was to uncover and examine the reasons why there were such variations in levels of joining the project across the three regions, and willingness to engage in various elements of the whole school strategies.
| Characteristics of those leading and implementing the initiative
The intent to deliver a whole school approach meant that heavy emphasis was placed on the role of the PILs to engage school lead- 
| Characteristics of the end users
The characteristics of the school, its history, leadership, teachers and students, all influenced the implementation process. The PILs provided a range of explanations about why some schools were progressing more so than others, such as prior experience with similar programs, principal and staff who understood the subject matter, JOYCE ET AL.
| 241 and the embeddedness of very strong health and well-being teams and programs. When these factors were in place, the school was able to embark on more substantial cultural change:
There were male teachers in positions of authority Focus Group, School leadership team member on why the audit process was useful I just wonder where all those workforce elements came from and why they were in there. Because they just didn't seem applicable to a school-based environ-
ment. Focus Group, Principal
Schools were engaged by different elements of the implementation objects. For some, it was primarily the curriculum component, for others, it was the results of the survey administered to every staff member on gender equity in the school 20 and for other schools, the implementation leader together with the audit process was a key means of engagement.
| DISCUSSION
The Similar to previous research, the readiness of the individual schools was a key factor 28 ; in this case based on the schools' prior experience with RRE interventions and comprehensive health and sexuality education. 19 Similarly, leadership was noted as a key factor in influencing the implementation process which again is a common experience in school health promotion. [29] [30] [31] Another theme to emerge from the study was how the evaluation materials influenced implementation, with different schools utilising these resources in different ways. 20 For some schools with little previous experience or understanding of the topic, it was the all-staff survey results on gender equity that were a revelation and prompted schools to begin a change process. 20 The focus on the process of implementation has highlighted some of the issues related to fidelity to core components compared to fidelity to function. 11 This project focused more on fidelity to core components and processes, making sure that in each region, the content of all materials and process for engaging schools was the same. This is based on the assumption that replication of the content and process would yield the best possible outcome. A fidelity to function approach by contrast would have seen the project delivered differently in each region and school. A fidelity to function approach requires replication of the purpose, but how that purpose is achieved could vary.
As an example of fidelity to core components and process, the placement of the PIL within the education department was consistent across the three regions and the same worded email was sent from the regional director to recruit schools to the pilot in each of the three regions. Thus, both content fidelity was followed, the content of the email was the same across each region, and fidelity to process was followed, the placement of the position within the education department and the communication through the department were the same in each region. As an alternative, from a fidelity to function perspective, they could have kept the same purpose but varied the engagement strategies for each region. The function was to use someone in a position of authority, regional directors, to broker the initial relationship between the schools and the PILs so that trust and credibility were more quickly established. There are other components of the program that can equally be considered from a fidelity to core components compared to a fidelity to function aspect. Some schools responded well to the professional development provided as part of the RREiS program and others less so. Certain schools responded well to the policy audit process while others were less engaged. 20 Again, a fidelity to function approach would suggest that finding different ways of structuring a reflection process on school policies and culture might work better than mandating the use of a particular audit tool.
Future research can explore whether audit-type approaches can provide the flexibility to cater for the needs, characteristics, and structures of individual schools. However, there are advantages in having a set of policy standards against which to compare school's progress on a whole school model as demonstrated through the HEROES project, 9 and thus, there are pros and cons to both a fidelity to core elements approach and fidelity to function approach which may vary for each individual policy and project. A process of stakeholder consultation 6 could help to determine for which elements to follow a fidelity to core approach, 6 and for which to elements should follow a fidelity to function approach in any given intervention. 11 This potentially provides more depth to program planning than just considering core and adaptive elements as introducing the concept of fidelity to function requires greater analysis of the purpose of each project element and how to achieve these aims in different community and school contexts. Using the existing terminology, it will likely result in a rebalance of what is considered core and adaptive project elements.
One of the potential implications of a fidelity to function approach is that the process of implementation across settings and regions for a given project will vary considerably as they tailor the strategies to suit contextual factors. Understanding whether these variation and localised strategies are assisting the project or not will require strong monitoring processes. Given that adaptations are recommended to suit different characteristics of program staff, the community, and the school contexts (including stages of readiness for change), having the data to highlight where things are working (or not working) will be critical in ensuring that the best possible outcomes are achieved. Each setting would require an action research type process of integrating implementation and evaluation akin to action research cycles so that they can continually monitor whether their adaptions to the project are working and modify accordingly, 32 which was the approach used in RREiS. 20 It would also be useful to monitor how the program itself influences the local context. There was some preliminary evidence that the program itself was the catalyst for change at a systems level by placing prevention of violence against women on the agenda of other government departments and community organisations at a local level. 33 Future research could monitor how policies and programs across settings and communities influence each other.
| STUDY LIMITATIONS
As with any in-depth piece of qualitative research, even with the large sample size employed, not all experiences reported as part of this study will be generalisable. While this study was able to analyse how particular school and community dynamics influenced implementation, it was unable to uncover broader patterns related to differences in school types which the quantitative analysis of the HEROES project Lederer et al 9 provided. In addition, similar to many studies of this nature, it was limited by short time scales and a lack of follow-up. Almost universally, postintervention follow-up data are only collected within a year of the program taking place [34] [35] [36] and sometimes only immediately postprogram. 37 Similarly, RREiS did not study change beyond the 12-month implementation period, 20 and had this occurred, some interesting comparisons of change over time relative to some of the contextual factors mentioned in this study akin to a realist evaluation could have been explored. processes revealed an insight into the way that future replication should be considered where "fidelity to function" rather than "fidelity to core components and processes" may be a more appropriate approach for some project elements, particularly those related to policy change and community engagement. There is a need for further research on the components of fidelity to function and the types of guidelines that can assist practitioners in this area. This study also demonstrates the need for ongoing research and longitudinal data to better ascertain whether there are changes over time and to understand the contextual factors influencing such change.
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E N D N O T E
1 Stepping Out is a set of sequential teaching activities for use with students in years 8 and 9. It is designed to provide curriculum guidance as part of a whole school approach to preventing violence against women and building respectful relationships.
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